who reported reading literary fiction outside of school at least once or twice a month had higher scores on the combined reading literacy scale than those who never or almost never did so. Contains sample items from PIRLS 2001 and a brief description of the IEA International Reading Literacy Study of 1991. Appendixes contain technical notes; a brief analysis of the similarities and differences between PIRLS and the upcoming National Assessment of Educational Progress results of testing of U.S. fourth graders; and supplemental tables of data. (Contains 15 figures and 10 exhibits.) (RS) Reproductions supplied by EDRS are the best that can be made from the original document.
Eugenio Gonzalez and Ann Kennedy of the International Study Center at Boston
College also provided valuable information about the PIRLS data.
Finally, Tracey Summerall of the Westat Graphic Arts Department designed the report cover and graphics throughout the report. 
PIRLS 2001
The Progress in International Reading Literacy Study (PIRLS) is an assessment of reading comprehension conducted by the International Association for the Evaluation of Educational Achievement (IEA). Thirty-five countries assessed the reading literacy of their students in the upper of the two grades with the most 9-year-olds (fourth grade in most countries, including the United States). PIRLS 2001 provides comparative information on the reading literacy of these fourth-graders and also examines factors that may be associated with the acquisition of reading literacy in young children (see exhibit 1). The ability to understand and use those written language forms required by society and/or valued by the individual. Young readers can construct meaning from a variety of texts. They read to learn, to participate in communities of readers, and for enjoyment (Campbell et al., 2001, p. 3).
In PIRLS 2001, purposes of reading (see exhibit 3) refers to the two types of reading that account for most of the reading young students do, both in and out of school: (1) reading for literary experience, and (2) reading to acquire and use information. In the assessment, narrative fiction is used to assess students' ability to read for literary experience, while a variety of informational texts are used to assess students' ability to acquire and use information while reading. The PIRLS 2001 assessment contains an equal proportion of text assessing each purpose.
Processes of comprehension refer to ways in which readers construct meaning from the text. Readers focus on and retrieve specific ideas, make inferences, interpret and integrate ideas and information, and examine or evaluate text features.
Purposes of reading and processes of comprehension are the foundations of the assessment. Figure 2 portrays the interaction of the two: each process is assessed within each purpose of reading. Average is significantly lower than the U.S. average
1 Met guidelines for sample participation rates after replacement schools were included.
2 Nearly satisfying guidelines for sample participation rates after replacement schools were included.
3 National Desired Population does not cover all of International Desired Population because coverage falls below 65 percent.
44 National Defined Population covers less than 95 percent of National Desired Population.
4b National Defined Population covers less than 80 percent of National Desired Population.
Canada is represented by the provinces of Ontario and Quebec (0, 0) only. The average scores for reading literacy describe how a country performs overall compared to other nations, but they provide no information about the way scores are distributed within the countries. One country with an average score similar to another could have large numbers of high-and low-scoring students, while the other country could have large numbers of students performing at about the average score. Figure 4 details how scores were distributed across countries.
In the United States, the 5th percentile score forcombined reading literacy is 389. Ninety-five percent of U.S. students score above 389; in the same way, 5 percent of students score above 663, the 95th percentile score. This means that the top 5 percent of U.S. students score at least 274 points higher than the bottom 5 percent (figure 4).
Looking at the length of the bars in figure 4 gives a sense of how large the differences are between a country's highest and lowest performing students, but it does not describe how many students are high or low performing. As with average scores, because of the statistical techniques used to sample students, it is not accurate to rank countries' scoring variation based simply on the length of the bars shown in figure 4 . Standard deviations of the combined reading literacy average scores gives a mathematical way to tell how greatly scores are spread out from the country's average score.
Seventeen countries, or about half of the countries participating in PIRLS 2001, show less variation in student performance than the United States. Ten countries show a higher variation, while the remaining eight countries show no detectable differences in variation in student performance compared to the United States.
BEET 1 Met guidelines for sample participation rates only after replacement schools were included.
4° National Defined Population covers less than 95 percent of National Desired Population.
5 Canada is represented by the provinces of Ontario and Quebec 10, 01 only. Student responses at the four benchmarks were analyzed to describe a set of reading skills and strategies displayed by fourth-graders at those points. These descriptions, together with the cut point scores, are listed in figure 5.5
On the combined reading literacy scale, 19 percent of the fourth-grade students in the United States reach the top 10 percent benchmark, 41 percent the upper quarter benchmark, 68 percent the median benchmark, and 89 percent the lower quarter benchmark (figure 6). The percentage of U.S. fourth-graders reaching each of these benchmarks is higher than the international averages. 4 Benchmarking in PIRLS describes the performance of students at four international benchmarks based on the distribution of scores and the pattern of items answered correctly. Proficiency levels for the National Assessment of Educational Progress (NAEP) (i.e., Basic, Proficient, and Advanced) are established by the National Assessment Governing Board based on recommendations from broadly representative panels of educators and the general public who determine what students should know and be able to do at the three levels of performance in each subject area and in each grade assessed.
5 If students' reading achievement was distributed in the same way in every country, then each country would be expected to have approximately 10 percent of fourth-graders reading the top 10 percent benchmark, 25 percent the upper quarter benchmark, 50 percent the median benchmark, and 75 percent the lower quarter benchmark. I Met guidelines for sample participation rates only after replacement schools were included.
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46 National Defined Population covers less than 95 percent of National Desired Population.
4b National Defined Population covers less than 80 percent of National Desired Population. With the exception of Black fourth-graders, each racial/ethnic group in the United States scores higher than the international average (i.e., 500) on the combined reading literacy scale, as well as on the two reading subscales.
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There is considerable variation in scores among the racial/ethnic groups in the United States. On average, White fourth-grade students perform better than Black and Hispanic fourth-graders on the combined reading literacy scale, as well as on the two subscales (figure 9). Asian fourth-grade students, on average, also perform better than Black and Hispanic students on the combined reading literacy scale, as well as on the informational subscale.
On the literary subscale, Asian students perform better than Black students, while there are no detectable differences in performance between Asian and Hispanic students. There are no detectable differences in scores between White and Asian fourth-grade students across any of the reading scales. 
U.S. Achievement by Poverty Level in Public Schools
One measure of poverty in U.S. public elementary schools is the percentage of students eligible for free or reduced-price lunch.' In order to examine how fourthgraders' scores on the combined reading literacy scale are associated with their schools' poverty level (percentage of students receiving free or reduced-price lunch), U.S. public schools were classified into five groups: (1) schools with the lowest poverty levels of less than 10 percent; (2) schools with poverty levels ranging from 10 to 24.9 percent; (3) schools with poverty levels ranging from 25 to 49.9 percent; (4) schools with poverty levels ranging from 50 to, 74.9 percent; and (5) schools with the highest poverty levels of 75 percent or more. Again, data on this page refer only to PIRLS 2001 results from public schools in the United States.8 ® Fourth-graders in U.S. public elementary schools with the highest poverty levels score lower on the combined reading literacy scale compared to their counterparts in schools with lower poverty levels (figure 10).
Fourth-graders in schools with intermediate poverty levels of 10 to 24.9 percent and 25 to 49.9 percent score higher on the combined reading literacy scale than students in schools with poverty levels of 50 to 74.9 percent and 75 percent or more. However, there are no detectable differences in scores between U.S., fourth-graders in public schools with poverty levels of 10 to 24.9 percent and 25 to 49.9 percent.
On average, lower percentages of fourth-graders in the highest poverty public schools in the United States reach the upper two international benchmarks (top 10 percent and upper quartile) than their counterparts in the lowest poverty schools. For example, in the highest poverty schools, about 3 percent of the fourth-grade students reach the top 10 percent international benchmark, while in the lowest poverty schools, about 34 percent of the students reach the same benchmark. Additionally, about 14 percent of students in the highest poverty schools reach the upper quarter benchmark, but in the lowest poverty schools, 64 percent of the students reach that benchmark. Almost all (95 percent) U.S. fourth-grade students attend schools with a curricular emphasis on reading. This is greater than the international average of 78 percent.
Principals report that 95 percent of U.S. fourth-grade students attend schools with informal initiatives to encourage reading, which is greater than the international average of 76 percent.9
Based on teacher reporting, 65 percent of U.S. fourth-graders receive more than 6 hours of reading instruction per week, a higher percentage than the international average of 28 percent ( figure 11 ). This percentage is also higher than the national average in 31 of the other 34 participating PIRLS 2001 countries. 9 Informal initiatives to promote reading include book clubs, independent reading contests, and schoolwide recreational reading periods to encourage students to read.
Findings from the Progress in International Reading Literacy Study of 2001
The average combined reading literacy achievement scores of U.S. fourth-graders do not vary by the amount of instructional time they receive.
Teacher Preparation and Experience
Examining teachers' preparation and tenure indicates the experience of teachers in the classroom. On the teacher questionnaire in PIRLS 2001, teachers were asked about the training they have received and the number of years they have been teaching.
Based on teacher reports of their preparation for teaching, 95 percent of U.S. fourth-graders are taught by certified teachers.'° This is higher than the corresponding international average of 89 percent. To investigate the reading habits of fourth-graders outside of school, PIRLS asked students a series of questions about whether they read for fun outside of school and how often they did so. Students could indicate that they read for fun "every day or almost every day," "once or twice a week," "once or twice a month," or "never or almost never."
Thirty-five percent of U.S. fourth-graders report reading for fun every day or almost every day. This percentage is smaller than the international average of 40 percent.
Thirty-two percent of U.S. fourth-graders report that they never or almost never read for fun outside of school, a significantly higher percentage than the international average of 18 percent ( figure 13 ).
In the United States, fourth-graders who read for fun every day or almost every day have higher average scores on the combined reading literacy scale compared to those who never or almost never read for fun, or do so once or twice a month. This pattern holds at the international level as well, based on the international averages. 
Choice of Activities Outside of School
To learn more about students' reading habits, PIRLS 2001 asked students about their choice of reading materials and how often they read different types of texts when they are not in school.
In the United States, 92 percent of fourth-graders report reading for information at least once or twice a month, a higher percentage than those who report reading either literary fiction, such as stories or novels (79 percent), or comics (43 percent) at least once or twice a month.
In the United States, 43 percent of fourth-graders report that they read comics at least once or twice a month, a significantly lower percentage than the international average of 74 percent.
U.S. fourth-graders who report reading literary fiction outside of school at least once or twice a month have higher scores on the combined reading literacy scale than those who never or almost never do so. This pattern is also evident at the international level, based on international averages.
No measurable differences in scores on the combined reading literacy scale are detected between U.S. fourth-graders who read informational materials every day or almost every day, and those who never or almost never do so.
PIRLS 2001 also asked students about their TV-and video-watching habits.
O Eighteen percent of U.S. fourth-graders report watching TV or videos on a normal school day for 5 hours or more. This is significantly higher than the international average of 12 percent. On average, U.S. fourth-graders report watching TV or videos daily for a greater number of hours than the international average (2.2 hours vs. 2 hours, respectively).
®
Looking at the international average for the combined reading literacy scale, fourth-graders who watch TV for more than 5 hours on a normal school day score lower than those who watch TV for 3 to 5 hours a day or less frequently. In the United States, the same finding holds.
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International Comparisons in Fourth-Grade Reading Literacy
Sample Items from PIRLS 2001
Exhibits 4 through 9 contain reading passages from stories in PIRLS 2001 and a number of assessment items (see below). The items show actual student responses and compare U.S. fourth-graders' performance to the international average. The items also demonstrate acceptable performance at the four benchmarks (top 10 percent, upper quarter, median, and lower quarter). The reading passage and all of these items have been released to the public by lEA. 0 nce upon a time there lived an old man of 87 whose name won Talton. All his life he had been a quiet and peaceful person. lie was very pour and very happy. When Lotion discovered that he hnd mice in his house, it did not bother him much at first. But the mice multiplied. They began to bother him. They kept on multiplying and finally there came a time when even ho could stand it no longer. This in too much." he said. "This really is going a bit ton far." He hobbled out of the house clown the mud to a shop where he bought some mousetraps, a piece of cheese and some glue.
When he got home, he put the glue on the underneath of the mousetraps and stuck them to the ceiling. Then he baited then, carefully with pieces of cheese and net them to go off.
That night when the mice came out of their holes and now the mousetraps on the ceiling, they thought it was a tremendous joke. They walked around on the floor. nudging each other and pointing up with their front paws and mating with laughter. After all, it was pretty silly mousetraps on the ceiling.
When Isibon came down the next morning and saw that there were no mice caught in the traps, hr smiled but said nothing.
He took a chair end put glue on the bottom of its legs and stuck it upside-down to the ceiling, near the mousetraps. Ile did the name with the table, the television set and the lamp. He took everything that was on the floor and stuck it upsidedown on the ceiling, tie even put a little carpet up there.
The Upside-Down Mice by Ran ld Dahl elan. Down Mice 'fhe next night when the mice came out of their holm they were still joking and laughing about what they had seen the night before. But now, when they locked up nt the ceiling, they stopped laughing very suddenly.
"Good gracious me!" cried one. "Look up there! There's the floury' Havens above!" shouted another. "We must be standing on the ceiling!" "I'm beginning to feel n little giddy." mid annther. "All the blood's going to my head," said another. "This iv terrible!" said a very senior mouse with long whiskers. "Thin is really terrible! We must do something about it at once!" I shall faint if I have to stand on my head any longer!" shouted 11 young mouse.
'Me too!" mat stand it!" "Save us! Do something, somebody, quick!" They were getting hysterical now. "I know what will do:' said the very senior mouse. "We'll all stand on our heads, then we'll be the right way up."
Obediently. they all stood on their heads, and after it long time, one by one they fainted from a each of blood to their brains.
When Labon came down the next morning the heir was littered with mice. Quickly he gathered them up and popped them all in a basket.
So the thing to remember is this: whenever the world seems to he terribly upsidedown, make sure you keep your feet firmly on the ground. Why did Labon want to get rid of the mice?
O He had always hated mice.
There were too many of them.
O They laughed too loudly.
O They ate all his cheese. However, when a followup for the 1991 study was being planned, the lEA decided to discontinue it and develop a new assessment incorporating the latest approaches to measuring reading literacy (Campbell et al., 2001 were found to be "longer, more engaging, and more complex in most cases" than those found in the lEA International Reading Literacy Study of 1991 (Kapinus, 2003, p. 8) . PIRLS 2001 also used many more constructed-response (essay-type)
questions and presented them in a way "that might have improved students' motivation to read and respond to the texts" (Kapinus, 2003, p. 8) . The analysis also found that, in general, PIRLS 2001 tapped skills "requiring deeper thinking" than those in the !EA International Reading Literacy Study of 1991 (Kapinus, 2003, p. 8) . Because of these and other differences, it is impossible to directly compare results from these two assessments. However, separately, each study provides important clues about how well students in these countries, including U.S. fourth-graders, perform in reading literacy. 
Assessment Design
The reading material was divided into 40-minute "blocks," each comprising a story or article and items representing at least 15 score points. There were eight such blocks, four for each reading purpose: literary and informational. The eight assessment blocks were distributed across 10 test booklets, and each student completed one booklet in an 80-minute testing session. Each booklet contained two blocks.
One of the 10 booklets was the PIRLS 2001 Reader, a color booklet containing two reading passages, which appeared only in that booklet. The distribution of blocks across booklets linked the booklets to enable the achievement data to be scaled using item response theory methods.
Student Population Assessed
In 30 of the 35 PIRLS 2001 countries, including the United States, the students who completed the assessment had received 4 years of formal schooling. Five countries that assessed students who had received formal schooling for a different number of years were Belize (4 or 5 years), England (5 years), the Russian Federation (3 or 4 years), Scotland (5 years), and Slovenia (3 years). However, all participating PIRLS 2001 countries assessed the reading literacy of their students in the upper of two grades with the most 9-year-olds.
In the United States, the mean age of the students who completed the PIRLS 2001 assessment was 10.2 years. The average mean age of students in countries with significantly lower average scores than the United States on the combined reading literacy scale was also 10.2 years, and the mean age of participating students in countries with significantly higher average scores than the United States was 10.4 years.
Passages
The reading passages formed the foundation of the reading literacy test. In accordance with the framework, four assessment blocks contained literary texts and four contained informational texts. Scale anchoring is a way of describing students' performance at different points on the reading achievement scale in terms of the types of texts they were asked to read and the types of items they answered successfully. It involved an empirical component in which items that discriminate between successive points on the scale were identified, and a judgmental component in which reading experts examined the content of the texts and items and generalized to students' comprehension skills and strategies. Criteria were applied to the reading achievement scale results to identify the sets of items that students reaching each international benchmark were likely to answer correctly and that those at the next lower benchmark were unlikely to answer correctly.
Translation
The 3. The third stage consisted of sampling of one or more classrooms from the target grade in sampled schools. The target grade in each country was the upper of the two grades with the most 9-year-olds. In the United States and the majority of other countries, the target grade was the fourth grade. Each fourth-grade classroom in all selected schools had an equal likelihood of being selected. This resulted in a sample size of at least 3,750 students in each country. For more information about the grade levels that were assessed in each country, see the PIRLS Technical Report at www.pirls.org.
Exclusions in the PIRLS Sample
A major objective of PIRLS was that the target population, the population actually sampled by PIRLS, be as close as possible to the international desired population. Consequently, each country had to account for any exclusion of eligible students from the international desired population. This applied to school-level exclusions as well as within-school exclusions. Within-school exclusions included the following three groups:
Educable mentally disabled students. These are students who were considered, in the professional opinion of the school principal or other qualified staff members, to be educable mentally disabled, or who had been so diagnosed in psychological tests. This
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Findings from the Progress in International Reading Literacy Study of 2001 category included students who were emotionally or mentally unable to follow even the general instructions of the PIRLS test. It did not include students who merely exhibited poor academic performance or discipline problems.
Functionally disabled students. These are students who were permanently physically disabled in such a way that they could not perform in the PIRLS tests. Functionally disabled students who could perform were included in the testing.
Non-native-language speakers. These are students who could not read or speak the language of the test and so could not overcome the language barrier of testing. Typically, a student who had received less than 1 year of instruction in the language of the test was excluded, but this definition was adapted in different countries.
School-level exclusions consisted of students in special education schools, students in vocational/technical schools, and students in alternative schools.
The United States produced a within-school exclusion rate of 4.7 percent and a school level exclusion rate of 0.6 percent, for a combined exclusion rate of 5.3 percent. Internationally, combined exclusion rates ranged from no exclusions in Kuwait to 22.4 percent in Israel, with an average rate of 3.8 percent.
Data Collection
Each country was responsible for carrying out all aspects of the data collection, using standardized procedures developed for the study by !EA. Manuals provided explicit instructions on all aspects of the data collection, from contacting sampled schools to packing and shipping materials to the !EA Data Processing Center in Hamburg, Germany. Manuals were also National Research Coordinators in each country were also expected to organize national quality control programs based on the international model, to ensure that data across countries were comparable. The national quality control monitors visited random samples of 10 percent of the schools (in addition to those visited by the international quality control monitors) and monitored testing sessions, recording their observations for later analysis.
Statistical Comparisons in This Report
Comparisons made in this highlights report have been tested for statistical significance. For example, in the commonly made comparison of country averages against the average of the United States, tests of statistical significance were used to establish whether or not the observed differences from the U.S. average were statistically significant.
In almost all instances the tests used were standard t-tests. These fell into two categories according to the nature of the comparison being made. In simple comparisons of country averages against the U.S. average or against the international average, the following formula was used to compute the t statistic: t = (Est1 Est2) / SQRT[(se1)2 + (se2)2]
Est1 and Est2 are the estimates being compared (e.g., average of country A and the U.S. average) and se1 and see are the corresponding standard errors of these averages.
In several places, between-country comparisons of group differences within countries were made. Comparisons of sex differences in other PIRLS 2001 countries against sex differences in the United States is an example. In these instances the following formula was used: Shortly after the release of this report, the National Center for Education Statistics (NCES) will be releasing results for the 2002 National Assessment of Educational Progress (NAEP) fourth-grade reading assessment. In anticipation of expected questions about these two studies, NCES convened an expert panel to compare various aspects of the content of the PIRLS and NAEP assessments. This involved a close examination of how PIRLS and NAEP define reading, the texts used as the basis for the assessments, and the reading processes required of students in each. The similarities and differences between the two are described here. 547 words vs. 1,000 words.
Similarities
Results from the Fry Readability Analysis suggest that the PIRLS reading passages are easier than the NAEP passages (grade 5.0 in PIRLS vs. grade 6.9 in NAEP).
According to Lexile score analysis, the PIRLS passages were determined to be appropriate for the third to fourth grade, and the NAEP passages were determined to be appropriate for the fourth to fifth grade. 
